
































        
      Committee: 
	 	 	 	 	 	 	 	 	 	 	 			
	 	
	 	 	 	 	 	 Louis	Harrison,	Supervisor	
	
	 	 	 	 	 	 	 	
	 	 	 	 	 	 Darla	Castelli	
	
	 	 	 	 	 	 	 		
	 	 	 	 	 	 Xiaofen	Keating	
	
	 	 	 	 	 	 	 	




























































































































































































































































































































































































































































































































































































































































































































































































































































































































































































	 In	Milner’s	 (2012)	 “Start	Where	 You	Are,	 but	Don’t	 Stay	 There,”	 educators	 are	
challenged	to	engage	the	opportunity	gaps	that	exist	in	our	schools	today	by	expanding	
what	 they	 believe,	 adjusting	 a	 pre-existing	 mind	 set	 and	 changing	 their	 educational	
practices.	 The	 Explanatory	 Framework	 (Milner,	 2012,	 pp.	 13-44)	 is	 applicable	 to	 this	
study	 in	 that	 it	 allowed	me	 to	explore	 the	 five	 interconnected	areas	 to	 see	 if	physical	
educators	 are	 addressing	 the	 opportunity	 gaps	 of	 refugees	 and	 immigrants	 and	 their	
own	 cultural	 competency.	 The	 framework	 includes:	 color	 blindness,	 cultural	 conflicts,	
myth	of	meritocracy,	low	expectations	and	deficit	mind-sets,	and	context-neutral	mind-
sets.	In	a	school	where	refugees	and	immigrants	are	creating	a	more	diverse	experience,	
physical	 education	 teachers	 are	 often	 confronted	 by	 diversity	 that	 they	 weren’t	
prepared	for	or	due	to	the	sudden	or	slow	growth	of	a	diverse	population	of	students.		
	 Color	blindness	is	not	a	positive	attribute	because	it	does	not	allow	teachers	to	
see	 their	 students	 for	 all	 that	 they	 are.	 Teachers	 are	 often	 unaware	 of	 this	 negative	
attribute	 that	 is	 derived	 from	 lack	 of	 knowledge,	 fear,	 inexperience	 or	 exposure	 to	
diversity	 (Burden,	 Hodge,	 O’Bryant	 &	 Harrison,	 2004).	 Culp	 (2016)	 referred	 to	 Banks’	
interpretation	of	colorblindness	as	an	assimilationist	 ideology	requiring	unique	cultural	









ways	of	 knowing	and	experiencing	 the	world,	 the	 learning	milieu	 can	 seem	 foreign	 to	
students	 of	 color,	 students	 from	 lower	 socioeconomic	 backgrounds,	 students	 whose	
first	language	is	not	English,	and	students	who	live	or	have	lived	in	different	regions	of	
the	country	or	world”	(Milner,	2010,	p.122).	Cultural	conflicts	lead	to	disciplinary	issues	
that	 often	 come	 from	 misunderstandings	 of	 culture,	 language	 and	 history.	 Lack	 of	
success	for	refugee	students	may	simply	come	from	the	known	or	unknown	differences	
in	cultural	thoughts	and	ideologies	of	the	teacher	over	that	of	the	student.		
	 Milner	 (2012)	 points	 out	 that	 many	 educators	 believe	 that	 a	 student’s	
performance	 is	 related	 to	 hard	 work,	 status	 or	 the	 result	 of	 merit.	 This	 myth	 of	
meritocracy	 is	 especially	 relevant	 because	most	 refugees	 arrive	 and	 immediately	 find	
themselves	 in	 poverty.	 Educators	 must	 understand	 that	 the	 economic	 welfare	 of	 a	




and	 the	 economic	 challenges	 they	 face	 after	 being	 resettled	 (McWilliams	 &	 Bonet,	
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2016).	Teachers	accept	 the	 stereotype	 that	 leads	 to	a	 self-fulfilling	prophecy	and	 thus	







































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Eduardo	 Male	 Hispanic	 Junior	High	 10	years	 Southern	
Fiona	 Female	 White	 Elementary	 24	years	 Southern	
Ginger	 Female	 White	 Elementary	 31	years	 Southern	
Helen	 Female	 White	 Elementary	 27	years	 Southern	







Lilia	 Female	 Hispanic	 Junior	High	 7	years	 Southern	




Oscar	 Male	 White	 Middle	
School	
1st	year	 Southern	



































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































to	 know	 more	 about	 other	 cultures.	 Matt	 and	 Kendrick	 find	 their	 student’s	 culture	
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	 The	 final	 chapter	of	 this	dissertation	will	discuss	how	 the	 themes	 relate	 to	 the	
research	questions	 and	 the	 implications	 for	 PE	 teachers’	 practices	 and	behaviors.	 The	
results	 of	 this	 study	 will	 hopefully	 prove	 to	 be	 applicable	 to	 current	 and	 future	 PE	
teachers	who	find	themselves	in	schools	with	refugees,	immigrants	and	diverse	students	
in	general.	Highly	qualified,	multicultural,	culturally	competent	PE	teachers	are	going	to	
be	 needed	 to	 step	 into	 21st	 century	 schools	 that	 continue	 to	 meet	 the	 needs	 of	 a	
growing	diverse	student	population.		
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Chapter	5:	Concluding	Remarks	
	
Questions	
	
	 This	dissertation	has	its	foundation	in	questions.	Questions	began	with	a	junior	
high	school	teacher	who	explained	that	she	had	over	forty	different	languages	spoken	in	
her	class.	That	led	to	asking	the	where,	the	why	and	the	who	questions	(Wright	&	Li,	
2009;	Yin,	2003).	Further	inquiry	led	to	asking	questions	about	the	phenomena	of	
refugee	students	and	their	effect	on	physical	education	teachers.		Finding	a	few	answers	
generated	questions	that	led	to	research,	and	research	led	to	more	answers	and	to	
more	questions	and	research.	Three	primary	questions	emerged	to	give	me	direction	for	
this	study.	They	were:		
	 1.	How	has	the	refugee	resettlement	in	this	community	and	school	affected	the	
physical	education	teachers’	pedagogy,	specifically	their	instruction	and	teaching	
practices?		
	 2.	How	has	the	physical	education	teacher	adapted	or	modified	his	or	her	own	
personal	worldview	and	cultural	experience	given	the	presence	of	refugee	students	and	
interactions	with	the	refugee	community?		
	 3.	To	what	degree	does	a	physical	education	teacher’s	educational	philosophy	
and	physical	education	teacher	education	experiences	affect	the	development	of	
cultural	sensitivity	and	pedagogical	practices?	
	 Throughout	this	study,	and	with	the	support	of	research	identified	in	this	
dissertation,	I	have	concluded	that	refugee	students,	along	with	other	immigrants,	do	
indeed	effect	the	physical	education	teachers’	instruction	and	teaching	practices.	
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Throughout	the	interviews	and	observations	it	has	become	clear	that	the	presence	of	
refugee	students	shapes,	and	to	some	extent,	re-shapes	pedagogy.	Student	presence	
influences	the	quality	and	practice	of	teaching,	encouraging	the	teacher	to	set	high	
expectations	for	themselves	and	for	students.	This	unique	teaching	situation	promotes	
resourcefulness,	enhances	relationships	and	gives	life’s	experience	an	opportunity	to	
effect	change.	To	one	degree	or	another,	every	participant	agreed	that	they	had	to	
modify	the	way	they	taught	previously	or	in	the	way	they	were	taught	to	teach	PE.	They	
made	adaptations	in	their	perspectives	and	attitudes	toward	refugees	and	immigrants	
and	in	their	own	understanding	of	themselves	as	human	beings	(Esses,	Hamilton	&	
Guacher,	2017;	Fussell,	2014).	This	study	allowed	me	to	explore	the	phenomenon	of	
refugee	students	effecting	PE	teachers,	and	to	discover	the	multiple	facets	that	
expressed	themselves	throughout	the	research	(Baxter	&	Jack,	2008).			 	
	 Language	and	communication	is	at	the	heart	of	teaching	and	the	teachers	have	
learned	to	understand	this.	Teaching	and	learning	doesn’t	happen	without	
communication.	They	also	realized	that	language	and	culture	come	in	the	same	package.	
You	can’t	have	one	without	the	other.	This	didn’t	mean	that	they	had	to	learn	another	
language,	although	Spanish	has	been	useful	to	some	(Robertson,	2016).	It	was	
understood	that	a	major	goal	of	the	refugee	student	is	to	learn	English	and	the	PE	
teacher	is	one	member	of	the	language	learning	team	(Dwyer	&	McCloskey,	2013;	
Robertson	&	Breiseth,	2008).	Being	unable	to	speak	a	student’s	language	is	challenging.	
It	leads	to	behavior	issues,	misunderstandings	and	the	slow	process	of	relationship	
building.	Understanding	the	language	learning	issue	opens	up	the	door	for	the	PE	
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teacher	to	learn	about	the	students’	culture.	It	is	here	that	the	teacher	begins	to	
interpret	their	own	understanding	of	education,	community	relationships	and	religious	
practices	that	can	impact	learning.	Merryfield	and	Kasai	(2004)	stated,	“Teachers	are	
influenced	by	their	own	experiences,	knowledge	and	their	comfort	level,	cultural	
diversity,	ambiguity	and	critical	thought”	(p.358).	These	PE	teachers	are	learners	
themselves,	and	in	spite	of	the	challenges,	they	enjoy	learning	about	their	students	and	
becoming	knowledgeable	of	other	cultures.		
	 Regarding	the	second	research	question,	I	observed	and	listened	to	how	the	PE	
teacher	has	adapted	his	or	her	own	personal	worldview	and	enhanced	his	or	her	own	
cultural	experiences	because	of	interactions	with	refugees	and	other	diverse	students.	A	
person’s	worldview	is	based	on	what	they	have	experienced	and	what	they	believe	due	
to	societal	influences.	Nelson	&	Guerra	(2014)	maintain,	“Beliefs	are	deeply	personal,	
individual	truths	one	holds	about	physical	and	social	reality	and	about	self.	As	such,	
personal	beliefs	are	powerful	filters	that	shape	how	an	individual	see	the	world”	(p.70).	
This	worldview,	when	confronted	by	people	and	places	that	are	much	different	than	
what	we	are	used	to,	often	changes.	Those	changes	can	be	seen	as	positive	or	negative	
and	are	usually	supported	by	appropriate	behaviors	(Merryfield	&	Kasai,	2004).	These	PE	
teachers	are	on	the	journey	of	discovering	and	understanding	their	own	worldview,	and	
most	are	enjoying	the	process.	They	have	encountered	students	who	are	very	different	
from	themselves.	Refugee	students	have	come	from	places	in	the	world	that	most	
teachers	could	not	find	on	a	map.	These	students	express	themselves	linguistically,	
culturally	and	religiously	in	ways	that	most	people,	let	alone	teachers,	don’t	fully	
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understand	(Collet,	2010;	Li,	2008;	McBrien,	2005;	Nelson	&	Guerra,	2014).	The	
teaching-learning	experience	is	greatly	confused	when	there	are	thirty	to	forty	different	
languages	or	cultures	represented	in	the	classroom.	The	teachers	have	recognized	these	
differences	and	have	chosen	to	be,	for	the	most	part,	open-minded	and	flexible	about	it	
all.	They	have	learned	how	to	make	adjustments	to	rules	and	procedures,	modifications	
to	lessons	and	activities,	and	how	to	develop	relationships.		
	 An	issue	that	developed	from	this	question	on	cultural	experience	was	one	that	I	
was	not	really	seeking	but	it	presented	itself	midway	through	the	study.	This	was	the	
issue	regarding	adverse	childhood	experiences	(ACE),	or	trauma.	Teaching	is	a	challenge	
for	anyone	and	when	you	add	ACE	to	the	learning	environment,	teaching	becomes	even	
more	complex.	Teachers	recognized	students’	ACE	in	forms	of	post-traumatic	stress	
disorder,	depression,	selective	mutism	and	emotional	behavioral	issues	(Measham,	et	
al,	2014;	Misra,	et	al,	2015;	Rotich	&	Fuller,	2016).	To	learn	about	and	then	come	to	
know	the	impact	of	trauma,	rejection	and	abuse	was	painful	(Pipher,	2003;	Wilson	&	
Drozdek,	2004).			The	teachers	knew	about	it	and	expressed	it	in	the	interviews	without	
any	direct	questioning.	From	these	experiences	with	refugee	students	they	concluded	
that	it	was	necessary	for	them	to	get	to	know	the	basic	needs	of	students,	and	that	it	
was	important	to	let	students	know	that	they	cared	(Pantic	&	Wubbels,	2012).	The	
teachers	all	have	to	wear	different	hats	from	time	to	time;	from	teacher	to	coach	to	
disciplinarian	to	parent	to	interpreter	to	peacemaker.	They	find	themselves	standing	in	
the	gap	between	the	community	and	their	students.	Through	experience	most	of	these	
teachers	expressed	an	emotional	understanding	of	refugee	students	as	well	as	a	
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superficial	understanding	of	the	difficulties	and	challenges	of	resettlement	in	an	urban	
school	(McCaughtry,	et	al.,	2006).	This	area	of	inquiry	was	not	developed	to	its	full	
extent	because	I	did	not	ask	them	to	describe	how	all	these	challenges	and	ACE	affected	
their	thoughts	about	their	students.		
	 Concerning	cultural	competency,	Hansen	(2014)	stated,		
People’s	values	and	belief	systems	are	rooted	in	their	own	experiences.	These	
experiences	include	upbringing,	relationships,	education,	and	media,	among	
others.	It	is	these	experiences	that	not	only	define	who	people	are	as	individuals	
(and	as	teachers),	but	at	times,	they	limit	people	in	their	thinking	in	relation	to	
the	diversity	around	them	(p.13).		
Banks	(2006)	in	Race,	Culture	and	Education	further	develops	the	framework	of	
multicultural	education	in	order	to	give	teachers	a	tool	to	help	diverse	students	have	
access	to	equity	in	education.	Teachers	would	assist	students	in	gaining	the	knowledge	
and	attitudes	necessary	to	function	successfully	in	American	society.	It	is	also	the	intent	
that	diverse	students	would	learn	how	to	interact	with	others	in	order	to	create	a	civil	
and	moral	community.	These	PE	teachers	had	no	knowledge	of	theories	regarding	
cultural	competency,	culturally	relevant	pedagogy	or	multicultural	education.	However	
most	of	the	participants	were	already	practicing	many	of	the	concepts	formally	
identified	by	outstanding	scholars	such	as	Banks,	Gay,	Milner	and	Ladson-Billings.	
Teachers	simply	learned	from	experience	and	figured	out	the	best	way	to	teach,	
communicate	or	interact	with	their	students.	They	had	little	to	no	interaction	with	other	
PE	teachers	or	any	type	of	cultural	informants	to	help	them	(Pipher,	2003).	They	took	
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what	they	thought	was	the	best	course	of	action.	It	might	be	concluded	that	many	of	
these	teachers	had	personal	experiences	that	allowed	for	their	success	towards	cultural	
learning;	nine	of	the	participants	were	teachers	of	color,	either	African	American	or	
Hispanic,	and	two	were	immigrants	from	Europe.	Although	none	of	the	teachers	of	color	
grew	up	outside	of	the	U.S.,	they	have	a	unique	worldview	and	an	understanding	of	
cultural	differences.		
	 Finally,	in	answer	to	the	third	research	question	concerning	the	PE	teacher’s	
educational	philosophy	and	professional	training	it	was	discovered	that	their	training	
and	ideas	about	education	did	influence	their	cultural	sensitivity	and	pedagogical	
practices.	Teachers	see	themselves	as	a	part	of	the	educational	process	and	they	
understand	that	education	is	more	than	just	PE.	All	of	the	teachers	see	their	profession	
as	important	and	that	PE	is	vital	to	teaching	the	whole	child.	They	communicated	the	
importance	of	knowing	the	needs	of	individual	students	and	that	each	individual	student	
must	learn.	They	not	only	learn	about	physical	activity	and	health,	but	they	also	learn	
English,	art,	music,	science	and	history.	Most	agreed	that	their	philosophy	of	education	
has	not	changed	over	the	years,	but	that	it	has	come	into	focus	for	them.	They	recognize	
the	international	environment	they	are	now	in	and	how	important	it	is	for	students	to	
be	successful.		
	 As	for	pre-service	training,	not	one	teacher	could	look	back	to	their	university	or	
college	experience	and	remember	anything	significant	that	might	have	helped	them	in	
this	unique	situation.	Banks	(2006)	and	Harrison,	Carson	&	Burden	(2010)	maintained	
that	pre-service	teachers	need	a	broad	foundation	of	cultural	knowledge	and	experience	
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in	developing	their	own	methods	for	culturally	responsive	teaching.	Lockwood	(2010)	
stated	that,	“Teacher	education	programs	in	our	society	are	responsible	for	preparing	
future	teachers	to	promote	meaningful,	engaged	learning	for	all	students,	regardless	of	
their	race,	gender,	age,	ethnicity,	or	cultural	background.”	The	PE	teachers	agreed	in	
principle	that	this	was	a	theoretical	goal	of	their	educational	institution	and	had	a	
general	understanding	of	this.	However,	they	firmly	expressed	that	they	were	not	fully	
prepared	at	the	beginning	of	their	career,	and	even	now,	as	in-service	teachers,	they	do	
not	get	any	professional	development	that	would	be	considered	helpful	for	working	
with	refugees	and	immigrants	(Baldwin,	2015;	Strekalova	&	Hoot,	2008).	These	findings	
also	support	the	findings	from	the	study	conducted	by	Harrison,	Carson	and	Burden	
(2010)	that	measured	cultural	competency	between	two	groups	of	PE	teachers.	Their	
study	pointed	out	that	there	is	a	“need	for	in-service	training	to	improve	the	delivery	of	
culturally	responsive	teaching	strategies	to	current	teachers	who	may	have	limited	
exposure	to	students	of	different	cultures”	(p.	195).	Many	of	the	teachers	in	this	study	
didn’t	feel	prepared	for	this	unique	challenge.	They	had	not	received	culturally	
responsive	teacher	training.		Some	accepted	their	position	knowing	that	it	was	going	to	
be	very	different	and	trusted	in	their	experience	to	meet	the	challenges.	
	 It	could	be	concluded	that	many	of	these	teachers,	due	to	their	years	of	
experience,	are	highly	qualified	to	lead	professional	development	training	for	any	
teacher	working	among	refugee	students.	These	PE	teachers	are	proud	of	what	they	are	
doing.	They	feel	successful.	Their	pedagogy	consists	of	sound	PE	knowledge,	pedagogical	
knowledge	and	a	healthy	respect	for	the	needs	and	perspectives	of	students	(Ladson-
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Billings,	1995;	Pantic	&	Wubbels,	2012).	They	are	passionate	about	teaching	PE	and	are	
good	role	models	for	students.	Most	of	them	appeared	to	be	comfortable	in	their	
teaching	roles	and	with	their	identity	as	someone	who	knows	how	to	work	with	refugee	
students.	They	are	secure,	yet	are	humbled	by	the	knowledge	of	what	their	students	
have	endured	as	refugees.	These	teachers	are	relational	and	willing	to	work	with	others,	
and	to	learn	from	others.	It	could	be	concluded	that	most	of	the	participants	are,	
although	unknowingly,	culturally	relevant	teachers;	helping	refugee	students	achieve	
success,	encouraging	students	to	maintain	their	own	culture;	and	leading	refugee	
students	to	be	themselves	(Ladson-Billings,	1995).	These	teachers	exemplify	what	it	
means	to	be	a	professional	educator.		
	 The	PE	teachers	in	this	study	were	the	center	of	this	phenomenological	research.	
They	welcomed	me	and	were	very	patient	to	sit	and	answer	my	questions.	Almost	all	of	
them	would	have	kept	talking	and	sharing	their	experiences	if	I	didn’t	bring	it	to	an	end.	
They	have	learned	a	great	deal	and	I	believe	they	enjoy	telling	their	stories.	Not	a	single	
person	refused	to	sign	the	participation	form.	They	actually	didn’t	seem	concerned	
about	being	anonymous	or	where	this	research	study	was	going	to	go.	Most	of	them	
have	requested	that	I	notify	them	when	articles	are	published	and	many	said	if	I	had	any	
further	questions	to	come	back	for	more.	Since	the	interviews,	I	have	seen	several	of	the	
teachers	and	they	all	enquired	about	the	progress	of	the	study.	These	professionals	
were	fun	and	engaging,	with	lots	of	experience	and	knowledge	to	share.		
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Refugee	students		
	 In	this	study	refugee	students	were	not	the	focus	of	observations	nor	were	they	
interviewed,	they	were	considered	to	be	part	of	the	background	context.	However,	they	
were	always	present	during	the	observations,	but	only	in	a	peripheral	way.	They	were	
present;	they	were	often	the	subjects	of	the	conversation,	but	not	participants	as	the	
teachers	were.	I	intended	that	during	my	observations,	described	above,	I	would	be	able	
to	observe	each	teacher	interacting	with	students	and	teaching	the	PE	lesson.	I	wanted	
to	see	and	hear	how	they	adapted	their	instruction,	how	they	responded	to	questions,	
to	challenges,	and	how	they	reacted	to	student	behavior.	These	situational	observation	
experiences	allowed	me	to	triangulate	the	interviews	along	with	the	teaching	
environment	or	artifacts,	providing	a	richer	understanding	of	these	teachers	(Creswell,	
2008;	Denzin	&	Lincoln,	1994).	The	students	simply	moved	around	in	the	learning	
environment	as	they	would	normally.	The	teachers	would	introduce	me	as	a	visitor	and	
except	some	kindergartners	and	first	graders,	the	class	would	seemingly	move	on	as	
normal.	The	teachers	would	later	comment	that	my	presence	didn’t	affect	the	students	
nor	keep	them	from	playing.	My	biased	thoughts	usually	led	me	to	think	that	many	
students	were	not	used	to	seeing	a	white,	middle-aged	man	around	the	school.	Perhaps	
it	was	unusual	in	a	school	where	most	of	the	teachers	and	administrators	are	women.	
	 On	occasion	a	student	would	come	to	the	teacher	with	a	question	or	comment	
and	to	show	respect,	the	teacher	would	introduce	me	to	the	student.	This	frequently	
took	place	in	the	elementary	schools	where	the	students	are	more	inquisitive.	Some	of	
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the	teachers	in	the	secondary	schools	did	not	introduce	me	to	the	class	or	say	anything	
about	my	presence.	It	was	as	if	I	was	just	another	educator	or	administrator	coming	in	
to	talk	about	some	issue.	The	students	carried	on	their	conversations	and	the	activity.	
	 Overall	it	was	interesting	to	conduct	the	study	where	a	primary	subject	of	the	
phenomenon	was	the	refugee	student,	but	the	focus	of	the	study	was	on	the	teacher.	
The	conclusive	thoughts	to	my	observations	of	teacher	and	student	interaction	are	that	
wherever	there	was	greater	interaction	and	communication	between	the	two,	a	higher	
level	of	cultural	understanding	was	present.	The	next	step	in	this	research	would	be	to	
focus	on	the	student’s	point	of	view	to	discover	their	perceptions	of	PE	and	the	PE	
teacher.	
What	does	it	really	take	to	teach	PE	to	refugee	students?	
	
	 In	many	ways,	teaching	PE	to	refugee	students	is	no	different	from	what	is	
required	to	teach	any	other	student.	Teachers	have	content	knowledge	they	want	to	
teach,	and	they	have	the	skills	necessary	to	demonstrate	various	forms	of	movement.	
Through	multiple	forms	of	assessments	the	students	demonstrate	their	knowledge	and	
skills.	All	of	this	is	foundational	to	any	person	trained	to	become	a	PE	teacher.	However,	
from	this	research	it	appears	that	something	else	is	needed	to	teach	refugee	students,	
or	students	from	diverse	backgrounds.	Through	the	observations	and	interviews	it	
became	evident	that	the	majority	of	these	teachers	possessed	unique	skills	and	
knowledge	that	enabled	them	to	teach	refugee	students,	often	in	the	midst	of	other	
students.	Most	of	these	teachers	demonstrated	the	characteristics	of	an	effective	
teacher	that	are	described	by	Wong	&	Wong	(2001)	in	their	book	The	Effective	Teacher.	
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First,	effective	teachers	develop	and	maintain	a	climate	of	control.	From	observations	in	
the	classroom	during	this	study	the	majority	of	the	PE	teachers	were	practicing	excellent	
classroom	management	through	appropriate	rules	and	procedures.	Learning	how	to	
maintain	control	in	a	classroom	takes	time	and	experience.	The	majority	of	these	
teachers	have	learned	how	to	do	this	and	they	practice	this	skill	each	and	every	day.	
Even	when	the	students	don’t	all	speak	the	same	language	or	understand	English	that	
well,	they	learn	how	to	follow	rules	and	procedures.		
	 These	teachers	have	success	in	their	classrooms	because	they	created	a	plan,	
explained	or	demonstrated	the	plan	to	the	students,	and	are	willing	to	make	
adjustments	as	needed.	At	one	elementary	school	the	teacher	discovered	that	some	of	
the	refugee	students	did	not	know	how	to	use	water	fountains.	On	the	first	or	second	
day	of	school,	without	knowing	the	students,	she	would	allow	them	to	go	to	get	a	drink.	
She	began	to	wonder	why	it	took	so	long	for	them	to	accomplish	such	a	normal	task,	
and	then	came	to	realize	that	the	refugee	students	had	little	to	no	practice	in	using	a	
water	fountain.	Other	students	would	become	impatient	for	their	turn	and	refugee	
students	became	embarrassed	because	of	their	lack	of	experience.	The	teacher	adjusted	
what	would	have	been	a	normal	trip	to	the	water	fountain	to	teach	her	students	how	to	
use	this	common	school	feature.	This	was	a	lesson	in	developing	a	climate	of	control	
because	she	didn’t	want	to	allow	for	negative	comments	to	come	from	other	students	
and	she	didn’t	want	the	refugee	students	to	feel	like	they	had	done	something	wrong.		
	 Secondly,	teachers	are	doing	the	right	things	with	consistency	(Wong	&	Wong,	
2001).	Throughout	the	study	it	was	observed	and	supported	in	the	interviews	that	these	
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teachers	had	learned	to	practice	doing	the	right	things	over	and	over.	They	had	learned	
to	do	the	right	things	with	unique	students	who	needed	a	teacher	that	made	good	
decisions,	taught	appropriate	PE	lessons,	showed	compassion	and	did	these	things	each	
day.	This	was	observed	many	times	as	teachers	would	go	to	great	lengths	to	utilize	
visuals	on	the	walls	of	their	classrooms,	or	by	making	new	students	feel	welcome	with	a	
special	introduction	to	the	class	or	by	making	sure	they	had	plenty	of	equipment	for	the	
PE	lessons.	Most	of	the	teachers	shared	that	they	had	learned	what	right	things	to	do	
through	their	own	experiences.	They	expressed	that	they	weren’t	always	sure	if	they	
were	doing	the	right	thing,	but	through	trial	and	error	they	learned	how	to	do	the	right	
things	for	their	students	and	for	their	schools.		
	 Finally,	effective	teachers	affect	and	touch	the	lives	of	their	students.	Wong	&	
Wong	(2001)	stated,		
You	affect	the	attitude	of	a	student…you	were	hired	to	affect	lives.	You	were	
hired	not	so	much	to	teach	third	grade,	history,	or	physical	education	as	to	
influence	lives.	Touch	the	life	of	a	student,	and	you	will	have	a	student	who	will	
learn	history,	physical	education...and	turn	cartwheels	to	please	you	(p.	7).		
Teachers	in	this	study	all	showed	a	caring	attitude.	They	are	impacting	the	lives	of	not	
only	refugee	students,	but	all	students.	I	heard	words	of	encouragement.	I	observed	a	
teacher	stopping	our	conversation	so	they	could	listen	to	an	excited	student	tell	them	
about	running	around	the	track.	I	observed	a	teacher	kicking	the	soccer	ball	with	some	
African	students	and	all	laughing	at	the	poor	foot	skills	of	the	American	teacher.	Most	of	
these	teachers	have	embraced	the	idea	that	they	are	not	just	PE	teachers	or	coaches	but	
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they	are	human	beings	who	have	been	entrusted	with	the	lives	of	students	who	need	a	
kind	voice,	from	someone	who	believes	that	they	can	succeed.	It	was	evident	that	most	
of	the	teachers	truly	cared	for	their	students,	just	as	it	was	evident	that	there	are	some	
who	didn’t	seem	to	care.	I	hope	that	those	who	demonstrated	indifference	or	a	lack	of	
compassion	were	simply	tired.	Most	of	the	participants	demonstrated	that	they	
believed	that	their	students	could	succeed.	They	worked	hard	to	keep	them	engaged	
and	they	reflected	on	their	pedagogical	practices	and	behavior	(Lumpkin,	2007).		
Noddings	(2005)	states,	"caring	is	the	very	bedrock	of	all	successful	education”	(p.	26).	If	
this	is	true,	then	successful	education	is	flourishing	in	a	number	of	21st	century	schools	
in	some	obscure	places.				
Research	limitations	
	
	 A	description	of	the	contextual	factors	including	schools	and	districts	was	
discussed	in	Chapter	1.	In	addition	to	the	context	of	this	study	it	is	important	to	mention	
the	presence	of	gatekeepers	and	their	role	in	this	study.	Gatekeepers	have	been	defined	
as:	
the	small	group	of	managers	and	administrators	within	an	organization	who	
screen	prospective	researchers	seeking	funding,	entry	into	the	organization	
itself,	or	access	to	data	already	collected.	This	small	group	of	gatekeepers	has	a	
central	role	in	deciding	the	fate	of	those	who	desire	to	conduct	social	research	
(Broadhead	&	Rist,	1976,	p.327).	
	Gatekeepers	impacted	this	study,	especially	at	the	beginning.	The	research	process	was	
initiated	with	an	application	to	the	Institutional	Review	Board	(IRB),	as	all	research	
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projects	must	do.	This	was	the	first	gatekeeper.	The	IRB	has	the	ability	to	either	allow	
you	to	move	forward	or	to	go	back	and	review	the	study	proposal.		The	IRB	requires	a	
valid	proposal	with	all	the	surveys,	protocols	and	letters	of	informed	consent	needed	to	
describe	and	begin	the	study.		
	 All	aspects	of	the	proposed	study	are	to	be	submitted	for	approval	(Bolker,	1998;	
Wanat,	2008).	In	this	study	there	was	no	denial	of	the	proposal	by	the	IRB,	however	I	
needed	to	have	a	letter	from	the	proposed	school	district.	I	began	to	research	and	
contact	the	school	districts	where	I	wanted	to	conduct	the	study.	It	was	at	this	point	
that	another	set	of	gatekeepers	confronted	me	-	the	district	department	director	and	
the	principal.	I	was	instructed	on	the	website	to	write	a	letter	to	the	district	director	
giving	the	details	of	my	study	in	the	form	of	an	application.	A	minor	roadblock	came	
when	I	was	informed	that	I	must	have	the	IRB	approval.	IRB	approval	was	contingent	on	
a	letter	of	acceptance	by	the	district.	Fortunately	there	was	a	way	out	by	providing	both	
the	IRB	and	the	district	with	a	statement	that	approval	was	supported	upon	the	
complete	review	of	the	IRB	and	that	participants	are	protected	and	risks	are	minimal.	
For	two	school	districts	that	I	contacted,	after	completing	all	necessary	documentation	I	
was	denied	support	to	conduct	the	study.	I	moved	on	to	another	school	district.		In	one	
district	I	received	verbal	support	from	the	district	office,	but	was	told	that	I	needed	to	
have	the	permission	of	the	principals	of	the	schools	proposed.	The	principals	in	this	
district	were	extraordinary	gatekeepers	and	they	kept	the	gate	firmly	shut,	either	by	not	
responding	to	my	emails	or	refusing	to	see	me	with	an	appointment.	One	principal	did	
agree	to	see	me,	and	after	we	visited	they	wanted	to	have	a	letter	from	the	district	and	
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from	the	IRB	saying	I	had	approval	and	support.	Even	with	this,	they	refused	to	allow	me	
access	to	the	PE	teachers.		
	 One	targeted	city	and	district	appeared	to	be	another	closed	gate	until	I	was	able	
to	get	the	support	of	the	PE	coordinator	of	the	district.	They	helped	me	get	the	gate	
open	and	gain	access	to	the	proposed	schools.	It	was	a	similar	situation	with	other	local	
schools;	the	PE	coordinator	gave	their	full	support	to	the	study	and	my	application	was	
accepted.	The	lesson	learned	in	all	this	was	that	district	coordinators,	directors	and	
principals	could	be	gatekeepers	who	either	close	the	gate	or	open	it.	The	difference	was	
in	knowing	someone	and	using	their	name	to	get	through	the	door.	The	game	is	still	
about	whom	you	know.		
	 On	most	occasions,	I	would	contact	the	PE	teacher	through	email	or	by	face-to-
face	contact.	Most	teachers	were	willing	to	talk	and	to	be	in	the	study.	In	another	
Southern	region	school,	I	met	several	times	with	two	teachers	and	observed	their	
classes.	On	my	last	visit	to	that	school,	a	gatekeeper	-	the	assistant	principal,	confronted	
me.	She	asked	me	lots	of	questions	about	my	study	and	work	at	the	university.	Later	I	
explained	the	study	to	the	two	PE	teachers	and	invited	them	to	participate	in	it.	They	
seemed	willing	and	would	let	me	know	soon.	It	was	after	that	visit	that	all	
communication	ended.	I	could	not	identify	what	the	issue	was,	other	than	an	
unidentified	gatekeeper.	Although	the	teachers	had	been	very	interested	in	the	study	
and	welcomed	my	visits,	they	refused	to	return	my	calls	and	emails.	I	decided	not	to	
push	it.	At	that	point,	I	had	enough	participants	for	the	study	without	them.	Personally,	
and	as	a	researcher,	that	closing	of	the	gate	can	leave	you	either	sad	or	angry.	It	
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disappointed	me	that	a	gatekeeper	felt	that	it	was	their	job	to	keep	me	away	from	the	
teachers.	I	often	did	what	was	necessary	to	walk	right	in	and	meet	the	principal	and	
explain	my	study	and	purpose	for	being	on	their	campus.	My	approach	was	peaceful	yet	
shrewd.	As	a	university	lecturer	with	a	business	card	and	a	title,	I	was	able	to	introduce	
myself	as	someone	who	had	a	viable	interest	in	their	school,	their	students	and	their	PE	
teachers.	This	approach	was	well	received	and	I	developed	good	relationships	with	
teachers	and	principals	alike.		
	 The	gatekeepers	made	a	difference	in	the	selection	of	schools	and	ultimately	the	
teachers	I	chose	to	interview.	The	result	was	that	I	obtained	rich	data	from	those	that	
have	experienced	the	phenomena	of	educating	refugee	and	immigrant	students.		
By	conducting	qualitative	research,	I	understood	that	even	though	participants	agree	to	
be	interviewed	and	answer	your	questions,	there	is	a	high	probability	that	they	will	only	
tell	you	what	they	want	to	tell	you,	or	they	may	tell	you	what’s	happening	in	their	lives	
at	the	moment.	As	a	researcher,	you	don’t	know	if	you	caught	them	on	a	good	day	or	
not.	Maybe	the	day	of	the	interview	didn’t	start	well	and	the	teacher	was	ready	to	find	
someone	to	listen.	This	is	where	multiple	interviews	and	observations	are	best	for	a	
qualitative	study	such	as	this.	For	teachers	who	have	been	teaching	for	many	years,	it	is	
possible	that	the	memories	all	run	together.		It	is	only	by	asking	specific,	prompting	
questions	and	following	up	with	subsequent	questions	over	some	time	that	a	researcher	
can	get	to	the	deep,	thoughtful	perceptions	of	the	phenomena.	After	going	back	
through	the	recordings	and	the	transcriptions	it	seemed	that	there	were	plenty	of	
stories	about	the	good	things	that	happened	while	teaching	refugees.	Perhaps	it	was	a	
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case	of	telling	the	researcher	what	he	expects	to	hear;	then	again,	perhaps	not.	
However	it	did	not	escape	me	that	there	were	relatively	few	descriptions	about	any	bad	
teaching	days	or	a	time	when	the	teacher	failed	miserably	in	relating	culturally	to	a	
student.	These	teachers	felt	comfortable	to	share	their	struggles	and	challenges	but	
time	constraints	kept	me	from	digging	for	more.			
	 The	interview	and	observation	represented	a	snapshot	in	time.		I	have	no	doubt	
that	if	this	study	had	been	longitudinal,	conducted	over	several	months	or	a	couple	of	
years,	stories	of	success	and	failure	would	have	come	to	light.	The	interviews	conducted	
in	this	study	utilized	open-ended	type	questions	and	the	participants	had	a	great	deal	of	
control	over	their	answers.	Regardless	of	how	specific	the	questions	were,	participants	
could	answer	directly	or	they	had	the	choice	to	deviate	from	the	question	and	say	
whatever	they	had	on	their	mind	to	say.	The	limitation	of	this	qualitative	study	was	that	
there	was	only	one	interview	and	one	observation	with	each	teacher.	Most	of	the	
interviews	were	at	least	forty	minutes,	some	were	longer,	and	the	observations	were	
usually	only	one	class	period	–	approximately	forty-five	to	fifty	minutes.	An	ideal	
research	study	would	have	allowed	for	longer	periods	of	observation	and	several	
interviews	over	a	longer	period	of	time.	This	type	of	research	makes	it	difficult	to	verify	
the	results	because	there	is	no	way	to	check	the	stories	against	actual	occurrences.	The	
researcher	has	to	accept	the	answers	and	experiences	as	perceived	truth.	You	have	to	
take	what	is	given	you	and	do	your	best	to	analyze	the	results.	It	was	my	hope	that	I	
could	uncover	enough	worthwhile	nuggets	of	data	to	make	this	study	significant.			
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	 Teachers	had	their	limitations	as	well.	It	was	greatly	appreciated	when	teachers	
agreed	to	the	interviews	and	observations.	They	made	time	in	their	day	for	the	
interview,	when	they	could	have	been	doing	something	else.	Half	of	the	participants	
made	accommodations	to	meet	and	talk	with	me	in	a	private	setting.	For	these	
interviews	it	was	normally	quiet	and	there	was	little	to	no	interruption.	These	interviews	
usually	went	over	the	scheduled	time	because	the	teacher	had	time	and	was	willing	to	
talk.	These	conversations	were	longer,	with	participants	providing	deep	thoughtful	
answers	to	the	questions.	The	more	they	talked,	the	better	the	interview.	The	other	half	
of	the	participants	simply	included	me	in	their	space.	There	would	be	people	moving	
around	and	interruptions	from	students	and	other	teachers.	The	conversations	were	
limited	in	length	and	in	depth.	It	seemed	like	the	teacher	could	never	get	into	a	train	of	
thought,	or	they	were	afraid	to	say	much	around	other	students.	Sometimes	it	seemed	
that	they	were	more	inhibited.	In	four	situations	I	had	two	participants	together	
because	they	either	wanted	to	conduct	the	interviews	together,	or	because	there	was	
no	other	way	to	do	it.	As	I	began	the	interviews	I	thought	that	they	might	not	express	
themselves	as	openly	as	they	would	individually,	but	I	found	that	three	of	the	pairs	
worked	off	each	other.	Two	of	the	pairs	had	been	together	for	over	ten	years	and	they	
helped	each	other	remember	stories	about	students	or	a	teaching	episode.	One	pair	had	
not	worked	together	for	so	long,	but	they	demonstrated	a	trust	or	bond	between	the	
two	of	them	and	they	were	free	and	open	when	talking	about	shared	experiences.	The	
other	pair	were	interviewed	together	because	there	was	no	other	time	to	meet	them	
but	during	a	class	period.	They	were	willing	but	not	interested,	had	only	known	each	
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other	for	about	a	year	and	didn’t	seem	confident	to	share	much	about	their	experiences	
with	each	other.	This	was	one	of	the	less	profitable	interviews	during	the	study.	Too	
many	distractions	from	students,	the	timing	was	not	the	best,	their	teaching	situation	
was	not	very	positive,	and	it	was	the	end	of	the	school	year.	Having	willing	participants	
doesn’t	always	mean	that	you	are	going	to	gather	rich	data.		
	 Overall	it	was	much	work	to	get	past	the	gatekeepers,	set	up	the	interviews	by	
visiting	schools	multiple	times	to	get	participants	to	agree	to	be	in	the	study,	and	to	
conduct	the	interviews	over	a	great	distance	and	lots	of	time.	I	came	to	understand	my	
own	limitations	over	time.	I	initially	believed	in	my	own	strong	personality	and	
communication	skills.	I	believed	that	if	I	could	just	talk	to	them	for	a	few	minutes,	I	could	
convince	them	to	be	in	my	study.	That	was	not	the	case.	I	was	not	the	salesman	that	I	
thought	I	was	and	felt	a	bit	defeated	whenever	a	gatekeeper	would	put	up	the	stop	sign	
or	a	teacher	would	not	answer	my	emails.	Perhaps	my	strong	personality	limited	the	
responses	of	some	of	the	teachers.		
	 As	a	matter	of	professional	practice,	I	don’t	do	individual	counseling	or	conduct	
personal	interviews	with	females	in	a	private	setting.	I	have	preferred	that	an	interview	
with	a	female	colleague	or	teacher	be	done	in	an	open	setting	with	other	persons	
around	or	to	be	done	with	another	person	in	the	room	or	a	group.	During	my	research	I	
had	one	private	interview	with	a	female	teacher.	I	limited	the	number	of	questions;	I	did	
not	make	as	many	field	notes	and	kept	the	interview	about	forty	minutes.	Perhaps	I	
limited	her	responses.	In	other	interviews	I	may	have	limited	responses	by	conversing	
about	the	subject	matter	instead	of	asking	questions.	At	the	beginning	of	my	research	
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interviews	I	allowed	a	participant	or	two	get	away	from	the	point	of	my	questions.	It	
was	a	challenge,	but	with	every	interview	it	became	easier	to	direct	the	conversation	
and	keep	participants	focused	on	my	questions.		
	 My	skills	as	a	researcher	and	interviewer	improved	over	time.	I	was	frustrated	
with	my	own	inability	to	establish	an	ideal	location	to	interview	teachers,	i.e.	in	the	gym	
with	students	everywhere	and	teachers	engaged	in	some	other	activities	was	not	ideal.	
In	the	first	interview	I	defaulted	by	meeting	with	them	where	they	were	and	trying	to	be	
as	accommodating	as	possible.	This	did	not	produce	the	quality	interview	that	was	
desired.		I	became	better	at	keeping	the	participant	on	topic	by	asking	the	important	
questions	in	the	protocol	or	by	asking	probing	questions	based	on	their	answers.	I	also	
learned	to	talk	less	and	ask	more.	I	knew	that	the	number	of	participants	and	location	of	
the	schools	was	going	to	make	for	lots	of	data,	which	in	turn	would	require	more	time	in	
analysis	and	interpretation.	This	turned	out	to	be	true.	Having	a	full-time	teaching	
position	at	a	university	opened	many	doors	for	me	and	provided	me	a	position	of	
authority.	I	communicated	as	someone	who	is	really	interested	in	what	these	teachers	
were	doing	with	refugee	students	because	of	my	own	interest	in	diversity	and	refugees.	
The	project	was	a	great	exercise	in	humility	for	myself	because	I	was	often	in	awe	of	
these	wonderful	teachers.	I	was	happy	to	meet	them,	hear	about	their	experiences	and	
discover	the	number	of	similarities	that	existed	between	teachers	who	did	not	know	
each	other	or	know	that	there	were	other	teachers	in	comparable	situations.	I	was	
honored	to	encourage	them.		
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	 Based	on	my	international	experiences	and	research	on	refugees	I	knew	that	I	
carried	some	bias	into	this	study.	I	had	learned	much	about	the	resettlement	process	
from	attending	orientation	meetings	for	refugees	and	volunteering	with	a	local	refugee	
assistance	group.	I	volunteered	with	an	afterschool	mentoring	program	for	refugee	
students	and	found	myself	becoming	increasingly	more	vocal	about	the	inconsistencies	
in	the	resettlement	process.	From	these	different	groups	I	heard	despairing	stories	
about	the	treatment	of	refugee	students	at	the	hands	of	local	groups,	apartment	
landlords	and	schools.	I	deplore	the	way	that	our	current	government	is	denying	them	
entrance	to	this	country.	I	am	sure	this	has	biased	my	attitude	and	interpretation	in	
some	way.		
	 Over	time	I	have	come	to	understand	that	not	all	of	these	teachers	do	their	jobs	
the	way	I	would	do	it.	But	they	are	there,	in	that	school,	doing	the	best	they	can	with	
what	they	have.	When	I	perceived	that	someone’s	pedagogy	was	lacking,	they	usually	
made	up	for	it	by	demonstrating	how	much	they	care	for	their	students.	It	confirmed	to	
me	that	most	often	caring	is	more	important	than	the	pedagogy	(Lumpkin,	2007;	
Noddings,	2005).	I	was	impressed	that	there	were	several	in	this	study	who	are	doing	it	
right.	I	sat	there	observing	or	listening	and	wishing	I	could	come	and	hang	out	at	their	
school	to	learn	from	them.	From	this	experience	I	learned	to	be	a	better	listener	and	
observer.	I	discovered	that	with	some	participants	it	didn’t	take	much	to	get	them	
talking.	For	others	I	had	to	stay	with	the	script	to	keep	things	moving.	I	was	glad	that	I	
was	able	to	be	a	learner	and	I	hope	all	of	my	participants	regarded	me	as	one,	and	as	
someone	who	cares	for	them	and	their	teaching.		
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	 When	you	think	you	know	something	about	a	subject	and	you	have	emotional	
feelings	towards	a	people,	this	can	also	work	as	a	bias.	I	have	spent	the	past	several	
years	reading	everything	I	could	about	refugees	and	their	plight.	I	find	myself	drawn	to	
the	foreigner	in	the	room,	no	matter	if	they’re	a	refugee,	an	asylum	seeker	or	a	legal	
immigrant.	I	want	to	sit	down	and	hear	their	story.	I	walk	down	the	halls	of	these	
schools,	looking	at	the	faces	of	students,	thinking	about	where	they	have	come	from	
and	what	is	their	story.		I	listen	to	the	news,	being	drawn	to	any	story	about	current	
events	regarding	refugees	and	immigrants.	My	heart	is	broken	by	immigrant	students	
who	face	the	uncertainty	of	finishing	school;	over	the	losses	of	thousands	of	people	who	
drown	in	the	Mediterranean	each	year;	and	the	imprisonment	of	children	separated	
from	their	parents	on	the	border.	These	concerns	have	created	an	emotional	bias	in	me	
that	surely	impacts	my	questions,	my	attitude	and	my	ability	to	analyze	and	interpret	
data	objectively.	This	is	the	messiness	of	qualitative	research,	but	I	really	enjoyed	it	and	
found	my	time	with	teachers,	surrounded	by	supporting	actors,	to	be	a	fantastic	
experience.		
Implications	for	practice	and	future	research		
	 Throughout	this	study	I	have	maintained	that	my	research,	all	this	effort,	had	
better	be	useful	to	somebody	somewhere.	From	the	time	that	the	idea	for	this	study	
began	I	knew	I	wanted	the	results	to	bring	added	value	to	the	profession	and	to	fill	the	
gap	in	the	research.	I	believe	that	it	has	accomplished	the	latter	because	there	is	little	to	
no	research	on	the	effects	of	refugee	students	and	resettlement	on	the	teaching	
practices	and	behaviors	of	PE	teachers.	Dagkas	(2007)	wrote,	“There	is	a	dearth	of	
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research	on	the	relationship	between	Physical	Education	teachers’	subject	matter	
knowledge	and	the	teaching	of	PE	to	culturally	diverse	classes”	(p.	432).	The	literature	
review	discusses	this	in	great	detail	and	I	believe	that	there	is	going	to	be	room	in	the	PE	
profession	for	the	results	of	this	study.	There	are	many	PE	teachers	throughout	this	
country	who	are	teaching	refugees	and	immigrants	and	I	believe	they	would	be	
encouraged	by	the	results	and	comments	of	these	teachers.	Primarily,	resettlement	is	
taking	place	in	the	larger	cities	because	the	job	and	housing	opportunities	for	refugees	
are	abundant	there.	But	some	PE	teachers	are	teaching	in	small	towns,	such	as	Cactus,	
Texas	where	refugee	populations	of	Burmese,	Sudanese	and	Somali	have	resettled	to	
work	in	the	meat	packing	plant.	Resettlement	happens	all	over	America	in	big	and	small	
ways,	and	always	with	students	to	enroll	in	school.	If	it	is	not	resettlement,	then	it	is	the	
immigrant	student	who	moves	here	from	Asia	so	the	parents	can	work,	or	it	is	the	child	
of	a	migrant	worker	who	moves	across	the	southwest	and	the	west	coast	looking	for	
seasonal	work.	These	students	make	up	a	large	number	of	special	populations	being	
served	by	our	schools	and	taught	by	our	teachers.	These	sometimes-isolated	schools	are	
the	places	where	this	research	can	be	used	to	shed	some	light	upon	culturally	relevant	
teaching	practices,	multicultural	education,	and	teacher	attitudes	and	behaviors.	It	has	
the	potential	to	send	the	message	that	teachers	who	teach	refugees	are	not	alone,	and	
they	can	rise	to	the	challenge	of	teaching	with	passion;	setting	high	expectations	for	
themselves	and	their	students;	accepting	the	changes	they	see	in	themselves;	
demonstrating	a	caring	attitude;	and	believing	that	they	can	make	a	difference	in	the	
lives	of	these	special	students.		
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	 	The	results	should	send	a	message	to	the	institutions	where	pre-service	PE	
teachers	are	being	taught	and	prepared.	These	institutions	teach	pedagogy	and	they	
teach	PE,	they	teach	about	diversity,	but	it	doesn’t	seem	to	be	meaningful	to	students.	
Instructors	should	teach	using	culturally	relevant	pedagogy,	helping	students	
understand	what	that	really	means.	Dagkas	(2007)	found	in	his	study	that,	“The	first	and	
foremost	issue	raised	in	this	study	referred	to	inadequate	initial	teacher	training	on	
pedagogical	matters	related	to	multicultural	education	and	the	teaching	of	culturally	
diverse	PE	classes”	(p.436).	Universities	and	colleges	cannot	claim	that	teaching	about	
diversity	is	the	only	answer	to	this	unique	student	diversity	situation.	Instructors	have	to	
move	beyond	race,	gender,	minorities	and	ethnicity.	They	must	broaden	their	own	view	
of	diversity	to	include	refugee,	immigrant	and	other	special	student	populations.	
McCaughtry,	et	al.	(2006)	presented	a	similar	message	over	a	decade	ago	saying,		
physical	education	teacher	education	programs	must	do	a	much	better	job	of	
informing	future	urban	educators	about	the	realities	of	the	work	environment	
and	arm	them	with	the	instructional,	cultural	and	political	weapons	they	will	
need	to	survive	(p.	496).		
This	same	message	continues	to	echo	from	this	study.	Pre-service	teachers	are	not	
prepared	to	teach	the	diverse	classrooms	of	the	21st	century	schools.	This	study	
continues	to	push	open	the	door	towards	training	in	culturally	relevant	pedagogy	and	
multicultural	education.	Education	cannot	be	taught	the	way	it	was	ten	or	twenty	years	
ago;	we	must	continue	to	conduct	research	among	the	refugee,	the	immigrant	and	the	
PE	teacher	to	make	sure	future	PE	teachers	are	adequately	prepared.	The	participants	in	
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this	study	maintain	that	their	role	is	significant,	maybe	one	of	the	most	significant	and	
influential	of	all	educators	on	their	campus.	A	study	such	as	has	given	some	a	small	voice	
to	express	their	desire	to	improve	our	profession	and	to	help	students	be	successful.		
	 Considering	all	that	was	heard	and	seen,	the	most	important	take-away	from	the	
teachers	in	this	study	has	been:	a	willingness	to	try	even	when	its	hard;	becoming	a	
person	who	demonstrates	a	caring	attitude;	and,	knowing	that	PE	is	valuable	as	content	
and	as	a	lifestyle	to	be	taught.	I	often	thought	that	these	teachers	have	awesome	jobs,	
but	that	was	my	bias	coming	through	because	it	is	a	job	I	would	enjoy	having.	I	had	to	
check	myself	to	say	that	these	are	jobs	that	most	recent	graduates	would	not	want.	The	
realization	is	that	most	of	our	young	graduates	are	not	prepared	for	this	type	of	
challenge.	Most	of	the	participants	would	agree	that	it	takes	time	to	get	it	right.			
	 There	is	still	much	to	learn	that	can	help	both	the	experienced	and	the	novice	
teacher.	Most	importantly	we	learn	from	each	other.	Teachers	advocated	experience	
through	student	teaching,	volunteering	and	mentoring	programs.	Because	they	did	not	
learn	how	to	be	effective	teachers	of	diverse	students	in	the	university,	they	are	strong	
proponents	of	experience.	Let’s	not	assume	our	pre-service	teachers	are	going	to	read	
about	it,	talk	about	it	or	even	listen	to	someone	discuss	it,	they	must	get	into	those	
schools,	walk	along	side	these	teachers	and	let	experience	be	their	guide.			
	 Not	a	single	teacher	in	this	study	refused	to	share	some	secret	to	success	for	
working	among	ethnically	diverse	students.	They	simply	shared	their	stories,	challenges	
and	successes	with	the	hope	that	it	would	be	useful	to	someone.	My	hope	is	that	this	
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dissertation	will	contribute	to	the	important	work	of	communicating	and	interpreting	
this	phenomenon	to	the	academic	and	teaching	communities.		
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Appendices	
	
Appendix	A.	Consent	for	Participation	in	Research		
Consent	for	Participation	in	Research	
Title:	Effect	of	Refugee	Resettlement	on	Physical	Educators’	Behaviors	and	Teaching	
Practice	
Research	to	be	Conducted	By:	Jack	Sears,	PhD	Candidate	of	The	University	of	Texas	at	
Austin,	Department	of	Curriculum	and	Instruction,	under	the	supervision	of	Dr.	Louis	
Harrison,	PhD.,	Faculty	Advisor		
Telephone:	(cell)	817-480-9341(office)	512-	232-4785			Email:	jacksears@utexas.edu		
	
Introduction	
The	purpose	of	this	form	is	to	provide	you	information	that	may	affect	your	decision	as	
to	whether	or	not	to	participate	in	this	research	study.	You	are	being	asked	to	
participate	in	a	research	study.		This	form	provides	you	with	information	about	the	
study.		The	person	in	charge	of	this	research	will	also	describe	this	study	to	you	and	
answer	all	of	your	questions.	Please	read	the	information	below	and	ask	any	questions	
you	might	have	before	deciding	whether	or	not	to	take	part.	If	you	decide	to	be	involved	
in	this	study,	this	form	will	be	used	to	record	your	consent.		
Purpose	of	the	Study	
You	have	been	asked	to	participate	in	a	research	study,	the	purpose	of	which	is	to	
discover	the	perceptions,	opinions	and	potential	implications	from	those	who	teach	
physical	education	in	a	school	located	in	a	refugee	resettlement	area.		
What	will	you	be	asked	to	do?	
If	you	agree	to	be	in	this	study,	we	will	ask	you	to	do	the	following	things:	
• Participate	in	informal	interviews	that	allow	you	to	share	your	thoughts,	
perceptions	and	attitudes	concerning	refugee	resettlement	and	physical	
education	in	your	school.	This	interview	will	be	audiotaped,	unless	you	choose	
not	to.		
• Allow	the	researcher	to	observe	your	physical	education	classes	so	that	he	can	
see	you	teach	and	interact	with	students.	
• Take	a	short	survey	that	asks	about	your	personal	background,	physical	
education	teaching	history	and	experience.	Answers	are	optional.	
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The	total	time	to	participate	in	the	study	is	one-hour	and	forty-five	minutes.	The	
estimated	time	to	complete	the	survey	is	15	minutes,	the	initial	interview	45	minutes,	
and	the	final	interview	is	45	minutes.		
What	are	the	risks	involved	in	this	study?	
• The	risk	associated	with	this	study	is	no	greater	than	everyday	life.	
• This	research	may	involve	risks	that	are	currently	unforeseeable.	If	you	wish	to	
discuss	the	information	above	or	any	other	risks	you	may	experience,	you	may	
ask	questions	now	or	call	the	Principal	Investigator	listed	on	the	front	page	of	
this	form.	
	
What	are	the	possible	benefits	of	this	study?	
Benefits	of	being	in	the	study	include:	
• Better	understanding	of	yourself	as	a	professional	educator.	
• Providing	reliable	research	on	the	implications	of	refugee	resettlement	on	
physical	education	to	the	physical	education	profession.		
• Allowing	Physical	Education	Teacher	Education	faculty	to	evaluate	training	
programs	for	pre-service	teachers.	
• Adding	to	the	body	of	scholarly	knowledge	in	this	field.	Do	you	have	to	
participate?	
	 No,	your	participation	is	entirely	voluntary.		You	can	refuse	to	participate	
without	penalty	or	loss	of	benefits	to	which	you	are	otherwise	entitled.	You	can	stop	
your	participation	at	any	time	and	your	refusal	will	not	impact	current	or	future	
relationships	with	The	University	of	Texas	at	Austin.	To	do	so	simply	tell	the	researcher	
you	wish	to	stop	participation.		
If	you	would	like	to	participate,	you	simply	read	this	consent	form,	sign	it	and	return	it	to	
the	researcher.	The	researcher	will	provide	you	with	a	copy	of	this	consent	for	your	
records.		
Will	there	be	any	compensation?	
You	will	not	receive	any	type	of	payment	for	participating	in	this	study.	However,	if	you	
so	choose,	your	name	will	be	entered	into	a	drawing	for	a	gift	card,	to	be	conducted	
after	all	interviews	is	completed.	
How	will	your	privacy	and	confidentiality	be	protected	if	you	participate	in	this	research	
study?		
• Your	name	and	identifying	information	will	be	immediately	changed	to	an	ID	
number.	Your	identification	will	never	be	reported	or	available	to	anyone	except	
the	researchers.	
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• Interviews	will	be	digitally	audiotaped	and	audio	files	will	be	coded	so	that	no	
personally	identifying	information	is	visible	on	them.	Files	will	be	kept	in	a	
secure,	password-protected	computer	and	UT	server.	Tapes	will	be	heard	or	
viewed	only	for	research	purposes	by	the	investigator	and	his	associates.	To	
make	possible	future	analysis	the	investigator	will	retain	the	recordings.	
• The	data	resulting	from	your	participation	may	be	made	available	to	other	
researchers	in	the	future	for	research	purposes	not	detailed	within	this	consent	
form.	In	these	cases,	the	data	will	contain	no	identifying	information	that	could	
associate	you	with	it,	or	with	your	participation	in	any	study.	
	
The	records	of	this	study	will	be	stored	securely	and	kept	confidential.	Authorized	
persons	from	The	University	of	Texas	at	Austin	and	members	of	the	Institutional	Review	
Board	have	the	legal	right	to	review	your	research	records	and	will	protect	the	
confidentiality	of	those	records	to	the	extent	permitted	by	law.		All	publications	will	
exclude	any	information	that	will	make	it	possible	to	identify	you	as	a	subject.	
Throughout	the	study,	the	researchers	will	notify	you	of	new	information	that	may	
become	available	and	that	might	affect	your	decision	to	remain	in	the	study.	
If	you	choose	to	participate	in	this	study,	you	may	choose	to	be	audio	recorded.	Any	
audio	recordings	will	be	stored	securely	and	only	the	research	team	will	have	access	to	
the	recordings.	Recordings	will	be	kept	for	10	years	and	then	erased.		
Whom	to	contact	with	questions	about	the	study?	
If	you	have	any	questions	about	the	study	please	contact	Jack	Sears,	Student	
Researcher,	as	soon	as	possible	at	(817)	480-9341	or	email:	jacksears@utexas.edu.		If	
you	have	questions	later,	want	additional	information,	or	wish	to	withdraw	your	
participation	call	the	researcher	conducting	the	study.		
Whom	to	contact	with	questions	concerning	your	rights	as	a	research	participant?	
If	you	have	questions	about	your	rights	as	a	research	participant,	complaints,	concerns,	
or	questions	about	the	research	please	contact	the	Office	of	Research	Support	at	(512)	
471-8871	or	email:	orsc@uts.cc.utexas.edu.	
Participation	
If	you	would	like	to	participate,	you	simply	read	this	consent	form,	sign	it	and	return	it	to	
the	researcher.	You	will	be	given	a	copy	of	this	information	to	keep	for	your	records.	
Signature	___________________________________	
You	have	been	informed	about	this	study’s	purpose,	procedures,	possible	benefits	and	
risks,	and	you	have	received	a	copy	of	this	form.	You	have	been	given	the	opportunity	to	
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ask	questions	before	you	sign,	and	you	have	been	told	that	you	can	ask	other	questions	
at	any	time.	You	voluntarily	agree	to	participate	in	this	study.	By	signing	this	form,	you	
are	not	waiving	any	of	your	legal	rights.		
I	have	read	the	above	information	and	have	sufficient	information	to	make	a	decision	
about	participating	in	this	study.		I	consent	to	participate	in	the	study	in	the	following	
way(s):	
________	I	agree	to	be	audio	recorded.	
________	I	do	not	want	to	be	audio	recorded.		
Printed	Name:	_________________________________________________	
Signature:	____________________________	Date:	__________	
As	the	representative	of	this	study,	I	have	explained	the	purpose,	procedures,	benefits,	
and	the	risks	involved	in	this	research	study.	
Printed	Name	of	Person	obtaining	consent:	
______________________________________	
Signature	of	Person	obtaining	consent:	_____________________	
Date:	____________________	
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Appendix	B.	Demographic	Survey		
	
DEMOGRAPHIC	SURVEY	
Title:	Effect	of	Refugee	Resettlement	on	Physical	Educators’	Behaviors	and	
Teaching	Practice	
	 Student	Researcher:	Jack	Sears,	PhD	Candidate,	PETE	Program,	Department	of	
Curriculum	&	Instruction,	The	University	of	Texas	at	Austin	
	 Faculty	Advisor/:	Louis	Harrison,	PhD	
Demographic	Survey	Questions	for	pre-interview	survey	
The	content	of	the	questions,	which	are	to	be	kept	in	confidence,	will	seek	to	gather	
information	concerning	the	participant’s	background	with	an	option	to	not	answer.	
Physical	Education	Teachers		
2017-18	Demographic	Survey	
Thanks	again	for	agreeing	to	participate	in	my	PE	Teachers	teaching	refugees	study.	Please	take	
a	moment	to	help	me	know	a	little	more	about	you.	One	goal	of	our	Physical	Education	Teacher	
Education	program	is	to	support	pre-service	PE	teachers	and	provide	relevant	information	about	
those	who	teach	in	diverse	schools.	This	information	will	help	support	our	efforts	to	provide	a	
quality	program.	Please	fill	out	the	areas	applicable	to	you	or	that	you	feel	comfortable	
answering.	When	you’re	done,	please	email	the	completed	form	back	to	me.		I	really	appreciate	
it!		
Demographics:		Gender:																												
□ Male	
□ Female			
I Currently	Teach:																												
□ Elementary	
□ High	School	
□ Middle	School	
□ Junior.	High	
								Age	Range:		
□ 20	-	30	
□ 30	–	40		
□ 40	–	50	
□ 50	+			
							How	would	you	describe	your								Ethnicity?		
□ African-American	
□ Hispanic	
□ White	
□ Asian	
Professional	Training:	Education	-	I	have	a:	
□ Bachelor’s	degree	
□ Master’s	degree	
□ Doctoral	degree	
□ I	took	graduate	classes	without	graduating	
My	physical	education	certification	came	through:	
□ My	college/university	program	
□ An	Alternative	Certification	program	
□ I	have	more	than	one	certification.	List	content	areas	you	are	certified	to	teach:	
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□ Currently	working	on	a	graduate	degree	 ______________________________________	
I	usually	attend	some	type	of	professional	development	conference	or	workshop	every	year.	
□ Yes	
□ 	No	I	normally	attend	my	district	professional	development	meetings.		
□ Yes	
□ No	I	would	like	to	attend	more	professional	development	workshops	for	physical	education.		
□ Yes	
□ No		
I	believe	my	university/alternative	certification	program	prepared	me	well	for	my	current	job?		
□ Yes	
□ No	
□ Not	sure.		Professional	Organizations:	
□ I	am	a	member	of	TAHPERD	
□ I	am	a	member	of	SHAPE	America.	I	normally	attend	annual	conferences	for	TAHPERD.	
□ Yes	
□ No	
□ I	have	at	least	once.	International	Experiences:		I	have	traveled	internationally:		
□ Yes	
□ No	I	have	traveled	outside	of	the	USA	for:	
□ Less	than	a	week	
□ 1	–	2	weeks	
□ More	than	2	weeks	
□ I	lived	overseas	for	6	months	to	a	year	
□ I	lived	overseas	for	more	than	a	year		
I	can	speak	another	language	besides	English.		
□ Yes	
□ No		
□ I	often	have	to	use	another	language	when	teaching	
□ I	know	a	little	of	another	language,	but	I	am	not	fluent.		Why	did	you	go	overseas	or	travel	outside	of	the	USA?	
□ Vacation	
□ Study	Abroad	program	
□ Business	/	work	related	
□ Military	service	
The	following	is	true	about	me:	
□ My	family	immigrated	to	the	USA	before	I	was	born	
□ My	parents	immigrated	to	the	USA	when	I	was	a	child	
□ I	was	a	refugee	
□ I	was	an	asylum	seeker	
□ I	have	friends	who	are	not	the	same	ethnicity	as	me.	
□ I	am	proud	of	my	ethnic	heritage	
□ I	like	to	learn	about	different	cultures	and	countries.									I	would	recommend	to	a	pre-service	teacher	to	travel										internationally	if	they	have	the	chance.		
□ Yes	
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□ No	
□ Not	sure		
Teaching:		Altogether	I	have	been	teaching	for:	
□ 	1	year	
□ 2	-5	years	
□ 6	–	10	years	
□ 11	–	20	years	
□ 21	–	30	years	
□ 31	+	years	
	The	things	I	like	most	about	teaching	is:	
□ My	students	
□ My	school	
□ I	get	to	teach	PE	
□ The	money	
□ Having	summers	off	
□ My	administration		
	How	long	have	you	taught	Physical	Education?	
□ 1	–	3	years	
□ 4	–	8	years	
□ 9	–	15	years	
□ 15	+	years		
Professional	Development	and	participation	
❏ I’d	like	to	become	more	involved	TAHPERD	or	SHAPE	America.	
❏ I’d	be	interested	in	professional	development	that	could	help	me	know	more	about	other	cultures,	people	groups	and	diversity.				
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Appendix	C.	Interview	Protocol		
Interview	Protocol	
	 Title:	Effect	of	Refugee	Resettlement	on	Physical	Educators’	
Behaviors	and	Teaching	Practice	
	 Researcher:	Jack	Sears,	PhD	Candidate,	PETE	Program,	Department	of	Curriculum	
&	Instruction,	The	University	of	Texas	at	Austin	
	 Faculty	Advisor:	Louis	Harrison	
	 This	purpose	of	this	interview	protocol	is	to	discover	the	effects	of	refugee	
resettlement	on	physical	educators	and	physical	education	by	investigating	questions	in	
three	areas:	1)	Physical	education	teachers’	experiences	in	a	school	servicing	a	refugee	
resettlement	community;	2)	circumstances	and	contexts	influencing	physical	education	
teachers’	teaching	behaviors,	teaching	philosophy,	and	practices	with	regard	to	refugee	
students;	and	3)	physical	education	teachers’	professional	training	and	personal	
worldview.		
	 Using	the	demographic	information	from	the	survey	(See	Appendix	C)	as	a	
starting	point,	the	researcher	will	formulate	questions	to	determine	the	participants’	
background,	worldview	and	teaching	philosophy.	The	survey	questions/answers	will	not	
be	revisited	in	this	portion	of	the	interview	unless	there	is	some	area	that	needs	to	be	
clarified.	The	evaluation	seeks	to	address	the	following	items:		
Background/personal:	
• Tell	me	about	yourself	and	how	you	decided	to	become	a	physical	education	
teacher.	
• Tell	me	about	how	you	became	a	teacher	at	this	school.	
• Tell	me	about	your	university	experience	or	teacher	preparation	background.		
• Did	you	receive	any	training	on	working	cross-culturally,	or	with	multicultural	
education?	If	so,	explain	what	you	learned.	If	not,	do	you	think	it	would	have	
helped		
• Do	you	think,	as	a	physical	education	teacher,	you	have	an	important	role	to	play	
in	discipline	and	resolving	conflicts	in	your	school?	Why?	
• How	does	physical	education,	physical	activity	and	sports	fit	into	your	
worldview?	Why	is	what	you	do	as	a	physical	educator	so	important	to	your	
students	and	to	you?	
	
School	cultural	context:		
• Tell	me	about	your	school.		
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• How	do	you	think	your	school	compares	to	other	schools	in	the	district?	
• When	did	you	first	become	aware	of	the	refugee	student	population	in	your	
school	and	what	were	your	initial	thoughts?	Have	those	thoughts	changed?		
• Tell	me	about	two	or	three	of	the	most	meaningful	encounters	with	refugee	
students.	
• Describe	how	you	think	your	school	community	receives	the	refugee	students	as	
newcomers.	
• Tell	me	about	the	students	in	your	physical	education	classes.	
• Describe	your	physical	education	classes.	In	regard	to	teaching	the	district	
content,	and	State	TEKS,	what	do	you	enjoy	teaching	and	what	are	the	
challenges?	
• What	do	you	do	to	create	a	school	culture	that	promotes	life-long	physical	
activity?	Among	the	students,	the	staff,	and	the	community?	
	
Physical	education	instructional	strategies:	
• Characterize	your	teaching	style.	What	kind	of	adjustments	have	you	had	to	
make	to	the	way	you	teach	since	coming	here	or	since	the	refugees	became	a	
part	of	the	school	body?	
• How	would	you	define	multicultural	education,	and	describe	in	what	ways	your	
teaching	is	influenced	by	multiculturalism?	
• What	kind	of	modifications	to	teaching	practices	have	you	had	to	make	for	
newcomer	students,	both	refugee	and	immigrants?	
• What	are	your	biggest	challenges	in	teaching	refugee	students?	What	kinds	of	
problems	do	you	encounter	regularly?	How	do	you	solve	them?	
• How	does	the	refugee	resettlement	community,	including	students	and	families,	
influence	what	you	do,	or	want	to	do,	as	a	PE	teacher?		
• Explain	how	the	refugee	resettlement	in	your	school	zone	has	changed	your	
school,	changed	you,	and	influenced	the	community	around	your	school.	
• What	would	you	change,	or	do	differently,	in	your	physical	education	program,	if	
you	had	no	barriers	to	doing	so?	
	
Due	to	the	nature	of	this	qualitative	study,	the	researcher	may	choose	to	reword	the	
questions,	and	ask	follow-up	questions	developed	from	the	answers	provided.			
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Appendix	D.	Observation	Instrument	
	
Proposal:	The	Effect	of	Refugee	Resettlement	on	Physical	Educators’	Behaviors	and	
Teaching	Practice	(024-16)	
Principle	Investigator:	Jack	Sears	
	
Observation	Instrument	
	
School:		
	
Teacher:		
Approx.	No.	of	Students:		 Grade(s):		
Length	of	Observation:		 Time/Period:			
Brief	Description	of	PE	Lesson/Activity:	
	
	
	
Student	Groupings	and	Interactions:	
	
	
	
Teacher	Behavior	&	Interactions	with	Students:	
	
	
	
Teacher’s	Primary	Form	of	Instruction:	(i.e.	direct,	groups,	practice)	
	
	
Classroom	Management:	(Rules,	Procedures,	Discipline)		
	
	
Active	Participation	Level	of	Students	with	Lesson/Activity:	(high	to	low)	
	
	
Other	observations:	
	
Observer:		
	
	
Date:	
	
	
Rubric	for	Observation	Instrument	
	
Brief	Description	of	Lesson/Activity:	 Describe	the	PE	lesson	or	activity	of	the	
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class.	Are	objectives	clearly	stated?	
	
Student	Groupings	and	Interactions:	 Describe	the	groupings	of	the	students.	
Are	students	working	in	groups,	pairs	or	
individually.	Does	the	grouping	seem	
appropriate	for	the	lesson	and	for	the	age	
of	the	students?	Does	the	grouping	appear	
to	be	culturally	sensitive?		
	
Teacher	Behavior	&	Interactions	with	
Students:	
Describe	how	the	PE	teacher	interacts	with	
the	students.	Is	there	any	difference	in	the	
interactions	based	on	ethnicity	or	race?	
What	is	the	overall	behavior	of	the	coach	
toward	all	students?	Does	the	teacher	
have	to	adjust	behavior	with	any	particular	
student(s)?		
	
Teacher’s	Primary	Form	of	Instruction:	(i.e.	
direct,	groups,	practice)	
Describe	the	teacher’s	primary	form	of	
instruction.	Is	it	direct	some	or	all	of	the	
time?	Does	the	class	work	in	groups	with	
the	teacher	moving	around	to	each	group	
or	station?	Are	the	students	practicing	
skills	or	working	independently	with	little	
teacher	instruction?	Does	the	teacher	have	
to	use	any	other	language	besides	English?		
	
Classroom	Management:	(Rules,	
Procedures,	Discipline)		
Describe	the	way	the	teacher	manages	the	
class.	Are	class	rules	posted?	Only	in	
English?	Are	there	procedures	that	appear	
to	be	used	by	all	students?	What	discipline	
issues	occur	and	how	does	the	teacher	
deal	with	it?	Are	the	discipline	issues	
related	to	one	set	of	students	more	than	
others?	
	
Active	Participation	Level	of	Students	with	
Lesson/Activity	
Describe	the	participation	level	of	the	
students.	Are	all	students	active,	giving	
moderate	to	vigorous	effort?	Are	any	
students	not	participating?	Describe	
motivation	techniques	employed	by	the	
teacher	to	get	all	students	actively	
participating.			
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Other	observations	are	described	here.		
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